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At.str-ict,

The strural relat:(Ins the n.:,1coonitive dimensions proposed

by SeJlacek (1961 ana traditional definitions of academic

ability, as indic,.i;e2 t-y SA; scPre3, to first semester GPA and

persistence after three and five semesters was examined in this study.

Random samples of entrants at one predominant White state university

were administered the Noncognitive Ouestionraire (NCO) during summer

orientation in F.179 and 198A. The NCO and he SAT scores were

used to derive ,,tuuc: LI {!..) of- eariy academic

success for both oiack arK1 white stvelents. IN: structural models for

the black and white students were found to be very different. For

black students, traditional academic ability was related to first

semester GPA but neither GPA nor academic ability was related to

persistence. Only the nonconnitive dimensions were predictive of black

student persistence. For white students. academic ability was the best

predictor of first semester grades and these nrades were the major

predictor of subsequent persistence. The nonconnitive dimensions were

not important in white student academic success while they were crucial

in black student academic success.
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A Comparison of White and Black Student Academic Success

Using Noncognitive Variables: A LISREL Analysis

It is clear that academic success is very different for black and

white students in higher education. In general, attrition rates are

much higher for blacks than they are for whites (Astin, 1982; Sedlacek

& Pelham, 19761. This'differential attrition rate is especially

pronounced in predominately white institutions (Goodrich, 1978;

Sedlacek & Webster, 1978). There is a need for examination of the

dimensions related to these differences.

There has been an active debate over the similarities and

differences in the process of educational attainment between black and

white students (cf., Gottfredson, 1981; Portes & Wilson, 1976; Wolfle,

1985). Much of this debate seems to center around what dimensions are

included in the examination of educational attainment. An area that is

getting increasing attention in terms of explaining the differences in

the educational attainment process between black and white students,

especially at the post secondary level, is the inclusion of

noncognitive predictors of academic success. Although the traditional

predictors of high school grades and SAT or ACT scores have proven

valuable in predicting academic success, there is a growing body of

research that demonstrates that there are other 'less intellectual?' or

noncognitive dimensions that are also highly related to academic

success (Arken, 1964; Astin, 1975; Beasley, & Sease, 1974; Clark &
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Plotkin, 1964; Gelso & Rowell, 1967; Gibbs, 1973; Messick, 1979;

Nelson, Scott, & Bryan, 1964; Nettles, Thoeny, & Gosman, 1986;

Pascarella & Chapman, 1983; Pascarelia, Duby, & Iverson, 1983; Pentages

& Creedon, 1978; Pruitt, IW3; Tinto, 1975).

One specific set of noncognitive dimensions that has been found to

be related to GPA and persistence, especially for minority students,

are those proposed by Sedlacek and Brooks 097b). These seven

dimensions are : positive self-concept; real;stic self-appraisal,

understanding of and and ability tc, ljeal with rarism, preference for

long range goals over more: immediate short-term needs, support of

others for academic plans, successful leadership experience, and

demonstrated community service. Tracey and Sedlacek (1964, 1985, 1987)

developed a brief questionnaire, called the Non-Cognitive Olestionnaire

(NCQ), which was designed to assess these noncognitive dimensions, as

well as the added dimension of academlc familiarity. They found that

the instrument was content valid, i.e., the individual items loaded on

the hypothesized general dimensions, and that it was highly predictive

of grades over four years for both black and white students, and highly

predictive of persistence and oradotion for black students.

The purpose of this study was to examine the sim;larity of the

determinants of academic. success for black and white students. Most

studies of this sort examine only traditional measures of ability and

background (e.g., SES and parents' education) in explaining educational

success. This study examined traditional measurs of ability, but also

6
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included these newer noncognitive dimensions.

The study of academic success is often problematic because of the.

variety of definitions used (Tracey 8 Sedlacek, 1981). Studies have

used a variety of definitions but mostly first semester GPA and/or

first year retention. Few have examined academic success after the

first year. Though many of these definitions are related, they are far

from isomorphic. Three relatively different measures of academic

success were emplo:ed in this study: first semester GPA and persistence

after three and five semesters. Studying persistence after three and

five semesters should allows one to cet an accurate assessment of those

who drop out relatively early vs. those who survive the crucial first

year but drop out later. First semester grades were used to see the

relationship between GPA and persistence. Studying first semester

grades enabled the examination of this relationship to see if actual

college grades are related to subsequent persistence. So, the

invariance between black and white students on the factqr structure of

the NCQ was examined, as well as the structural relationship of

traditional academic ability and the noncognitive dimensions with first

semester GPA and persistence after three and five semesters.

Method

Sample and Procedures

All 1979 entering freshmen and a random sample (approximately 25%)

of the 1980 entering freshmen who attended summer orientation at a
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large, predominately white, eastern state university were sampled.

Those students who attended summer orientation typically represent 90%

of the entering freshmen. These samples were administered the

Nol-Cognitive Questionnaire (NCQ). Only those students who fully

completed the NCQ, who s;-If-ider'-il:ed themselves as either white or

black, whose SAT scores and first s,rester grade point average couldbe

obtained from university records were included. This resulted in 77%

of the original sample being included here. The resulting samples were

N=208 black and N.1475 white students.

Instruments

Non-Cognitive Questionnaire (NCQ) was designed to assess the seven

factors hypothesized by Sedlacek and Brooks (1976) to be related to

minority student academic success. These non-cognitive dimensions

were: (a) global positive self-concept as related to expectations for

the coming years, (b) realistic self-appraisal, especially with respect

to academic abilities, (c) understanding ofand ability to deal with

racism, (d) ability to work toward longer-term mals, rather than more

immediate, short-' in ones, (el availability or people supportive of

one's academic goals, (f) successful leadership experience in either

organized or informal groups, (g) demonstrated community service as

indicated by involvement in local community and/or church activities

during the years prior to college, and (h) academic amiliarity. The

NCQ consists of 23 items, including two categorical items on

6
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educational aspirations, 18 Likert-type items on expectations rega-ding

college and self-assessment, and three open-ended items requesting

information on present goals, past accomplishments, and other

activities. All items were found to have adequate test-retest

reliabilities (two-week estimates ranging from .70 to .94 for each item

with a median value of .85, Tracey & Sedlacek, 1984).

The open-ended items were rated by two judges for the following

variables (with interrater reliability estimates presented in

parentheses): long range goals (r=.89), academic relatedness of goals

(r=.83), degree of difficulty of the listed accomplishments (r=.88),

overall number of outside activities (r=1.00', leadership (r=.891,

academic relatedness of activities (r=.98), and community involvement

(r=.94). Tracey and Sedlacek (1984) found good support for the

construct validity of the NCQ using factor analysis.

Analysis

The data were analyzed using LISRELVI (Joreskog & Sorbom, 1983) to

examine several questions. First, the similarity of factor structure

of the NCQ (measurement model) was examined across black and white

students. Second, the structural models were generated separately for

the white and black student samples to see where the differences in the

relationships to academic sucess existed across the samples. All

analyses were conducted using the correlation matrix.

LISREL is a useful tool for modeling a wide variety of relationships
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among measured dimensions. It involves the generation of a measurement

and structural model to depict relationships in the data. The merit of

any model specified is usually determined by how well the model

accounts for the actual data, i.e., the goodness of fit. In theory, if

one could assess goodness of fit a,:orately, one would have an idea of

how wild asiy :,pecific mode: was. How,.ver. this assessment of tit is

not so straightforward. There severs! measures of goodness of fit

that are associated with 1i L. Each of these measures is useful, but

Joreskog and Sorbom (1983) nol't. !h0.9 wAle should be used alone.

Multiple measures of fit should be examined to gain a more complete

picture of the adequacy of any specific model.

The mos:: frequeWly used index of fit, 7:nd perhaps most flawed, is

the goodness of fit chi, are stati,:tir Tirw. siatistic is highly

sensitive to denartaes t P NV.t.'13.; nreskog & Sorbom,

1983), and is stmigly inr4lenced by sample sl7e (i.e., large samples

always yield significant results regaroless of actual fit), ano 1;1

complex problems with maw; variables and degrees of freedom, it will

almost 3iways yield ret,uli. To 3Ccount for these

weakness seve-al 06er indices o; tit nave oeea proposed. Bentler

and Bonet (1160) nave deveione- the f_oerficient delta to reflect the

proportion of variance in flp, data aL,_ounte,' ror (re!ative to a model

of complete independence among the vs.riables1 by the mcdel examined.

This delta coefficient ranges from zero to one. Although there are no

definite guidelines for what acceptable values of this delta

0
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coefficient are, Bentler and Bonett suggest that delta =.90 is a

reasonable cutoff for adequacy. This index has the advantage of not

being directly influence' by sample size.

Another index that is especially valuable for use with complex

models (i.e., with many variables and degrees of freedom as studied

,here) is the chi-square goodness of fit statistic /degree of freedom

ratio. Different researchers have recd anted ratio values as low as

2.0 or as high as 5.0 to indicate adequate it (Marsh & Hocevar, 1985).

However, this index is similar to the goodness of fit statistic in that

it is still related to sample size.

Finally, LISREL produces a modification index which is useful in

evaluating the fit of a model. Each possible parameter not included in

the model is tested to see what it would delete from the goodness of

fit statistic it it were added. The presence of several parameter

modification indices tnat are high would indicate that there are

several important parameters that are not included. Each of these

modification indices is approximately equal to the change in the

goodness of fit chi-square (with 1 df) if the model were changed only

to add this parameter. Because of the problem associated with multiple

significance tests used in this modification index matrix (Long, 1983),

a cutoff of 5.0 was sei:cted, even though .05 level of significance

is 3.84. This conservative cutoff of 5.0 is recommended by Joreskog and

Sorbom (1983). Since this method also relies on the goodness of fit

statistic, it to is biased with respect to sample size.
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So, all of the above indexes of fit will be used in evaluating the

models examined in this stuoy in order to reduce the drawbacks

associated with each. The indices that will be used are the omnibus

chi-square goodness of fit statistic, Bentler and Bonett's delta

cof.:fficient, the goodness of fit chi-square/ degrees of freedom ratio,

and the modification index matrix value cutoff of 5.0.

Given that some of the variables included in the models tested were

dichotomous, some alterations in the usual LISREL procedures were

required. In the case of nonnormality (i.e., here the dichotomous

variables of persistence or nonpersistence after three and five

semesters), the maximum liklihood estimates can be biased. For those

correlations involving the dichotomous variables, biserial correlations

were used. All other relationships were represented using Pearson

product moment correlations.

ResLOts

Insert Tab': 1 About Here

The correlation matrices used in all analyses are presented in Table

1. Based on the results of past research (i.e., Tracey & Sedlacek,

1984, 1985, 1987) those items, that were the best indicators of the

constructs proposed by Sedlacek and Brooks (1976) were selected for

inclusion. This resulted in using a total of 16 items from the NCQ to

:2
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represent the seven nvricognitive co,Astructs. The eight construct, that

of academic familiarity, was not examined because preliminary

examination demonstrated that the items hypothesized to be indicative

of this construct had little overlap. The specific measurement model

proposed is surverized (with standardized factor loadings) in Table 2.

The validity of this proposed measurement model was examined for the

black sample. The goOdness of fit statistic of the model was

2
significant (X (9t,N=20.13)= 218.21, p<.001) however the other indicators

of fit demonstrated adPquate representation of the data (delta= .90,

2

X /df= 2.3, and all modificatiol indices were less than 5.0) indicating

that overal., the hypothesized measurement model was an adequate

representation of the data.

Insert Table 2 About Here

To examine if this measurement model of the NCQ items was also valid

for the white sample, a similar analysis was conducted. fhe results of

2

this model for the white sample was also significant (X (96,N=1475)=,

531.86, p<.001). The other goodness of fit indices were mixed with

2

respect to the fit of the model (delta= .96, X /df= 5.5, and 12 of the

parameter modification indices were above 5.0). The measurement model

fit fair! well for the black sample and less well for the white
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sample. An inspection of the modification indices inditf.o '

simple structure found for the black sample was less evident for the

white sample. Several of the items loaded on two dimensions. The

model was altered to take account of these differences. The resulting

measurement model for while', summ,irliod in ;able 3. As can be seen

from this table, the ,ail moon ,' d ,oritstructs was not

found to vary apprer. of the iz.ems loaded somewhat

differently. 'Jo the seven examlned as they were

hypothesized in the black mo&l

t labt, Her

To this seven construct model ol f',,n(ogoitive predictors of academic

success, we added an eighth construct, that of academic ab.lii. The

traditional variables of SAT Verbal and SAI Cluant:IcThve scr)rel, acre

used as indicators of this construct. These ei9mt latent predictors of

academic success were then examined with respect to their relationship

to three meas!res of ac.ademic succF?ss (flt-st semebter, !PA, enrollment

status after three seme,.:rrs, and enrollment status after five

semesters). These three irfasures of academic suc,.ess were viewed as

very different from eact) other (i.e., each reflected very different

aspects of academic success) and thus collectively they provided a more

complete picture of academic success than just one of these alone.

Also, each person sampled had values for each nt these dimensions. Had

Lt
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we included three semester GPA also, many of the sample would not have

valid values on this variable because they would have dropped out.

Thus these three dimensions of academic success were broad enough to

cover several aspects of early academic suces without being subject to

sample mortality.

For the black sample, it was hypothesized that the noncognitive

constructs would be related to the enrollment dimensions but not

necessarily first semester GPA. It was expected that the traditional

predictor of academic ability would be predictive of only first

semester grades but not persistence. This structural model was

examined for the black sample. The statistical test of the goodness of

2

fit was significant (X (163,N=208)= 325.71, 2<.001. The other goodness

of fit indices all indicated a relatively good fit but that some minor

2

modifications may improve the fit (delta= .88, X klf= 2.0, and all but

two of the modification indices were less than 5.0). To yield a more

parsimonious yet adequate model, all structural parameters that had

modification indices over 5.0 and that made conceptual sense to include

in the model were included, and all structural parameters already in

the model that resulted in nonsignificant t-test (E<.05) results were

deleted. This revised structural model of the black academic success

process is depicted in Figure 1. Note that for simplicity only the

structural model is presented. The statistical test of the goodness of
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."0. The other inlices

of loodness f flt indicatO 16&1 2r, adequate

2
representation of the data (ita= AO, 4 /6-7. 1.5, arG a!1 of

modification indices were less than 5_0). In additioa, a!l. of

t-tests of the par:water estimates included in the model twere

included in the

406e,
The final model

accounte:
three measures of

acaleTic je 'or -2iemesfer persistence= .20,

2

R for 5 semester

As rw-;
(89

indic3te,f by
; . 0^ fl,-st

semester GPA t--c;c. IA- the n,_--v-oin;tivp cimeno.c4s, 0;)ly lAside

'1'inpOrt r acac..Vfmic plan5 w ,!ate,d to GP. Ail othe-

tne ener7lon o- fa-75-11 kere 7edil7i,?ve

R?rsi-.;fer e )s :1--riant to note that

ri Was predictive of

at t&re.-.: or -7e.res--.2-.'s for hi3ck students.

"itT ia of f' ,a1 I, ior black students was
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examined with respect to fit on the white sample. Most all indices of

fit demonstrated that this black model of academic success was not an

adequate model of white academic success. The statistical test of fit

2

was significant (X (170,N4475): 1057.21, p<.001) and though the delta

index of fit was high Oelta=.94) few of the other indices of fit were

2

within acceptable levels A Idf=6.22 an6 there were 41 modification

parameters greater than 5.0).

The model ro; the white students was altered in a sequential process

by: (a) including those parameters that had modification indices over

5.0 and that made conceptual sense and (b) deleting those parameters

that had nonsignificant t-tests. The resulting model also had a

2

significant :=.i:atiAical test of C.:- goodness of fit (X (166,I@1475)=

448.70, p.001) but the (Aber indices of goodness of fit demonstrated

2
that it was an adequate approximeticr of the data ideli-a= .97, X idf=

2.7, all of the modification indices were less than 5,0. and all of the

t-tests on the parameters included in the model were significant). The

structural model of this revis'd model of white student academic

success is depicted in Figure 2. Ay3in, the reader should note that the

parameter estimates associated with the measurement model have not been

included for ease of presentation. This final model accounted for a

2
total of 30% of the variance in the three academic success measures(R
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2 2
for GPA= .28, R for 3 semester persisterc- .17, R for 5 semester

persistence= .48).

Insert Figure 2 About Here

As can be seen from Figure 2, the structural model of the white

academic success process was auite different from the model for the

black students. Fist, oo:y one of the noncognitive dimensions

(relaistic s) f-appraisal) tfas prjictive of persistence for whites and

that to a minor degree. Cniy positive self-concept and academic

ability were causally related to first semester GPA. First semester GPA

was causally related to subsequent persistence. None of the other

dimensions were important in'acco,inting for academic success for the

white students.

The results of t'-'7 ,Iv t-fn fax different

processes are involved in acaoemic success for why to and black students

on a predominately white campus. For whites the best predictor of

academic success was SAT scores. [his plus positive self-concept

predicted first semester grades fairly well for the white students.

Further, first semester grades were the major predictor of subsequent

persistence one and two years later far white students. Given that

most admissions validation terz7ts are conducted using these traditional
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academic ability measures on first semester or first year gracies at

best, these results support the validity of using these predictors for

white students. Also these first semester grades were the best

predictor of persistence.

A very different picture emerged with respect to the black sample.

As with the white sample, the best predictors of first semester grades

were SAT scores. But these first seTtifster grades were not related to

subsequent persistence. Pe-sisLenc..e and grades were found to be

independent of each other. Thus having traditional academic ability

(as measured by SAT scores) and doing well initially in cAlege have

little bearing on remaining enr;)lied for black students. We have often

heard that those who drop out of hiher education are those that cannot

meet the academic demands. With respect to black students in this

study, this does not appear to be true. Remaining enrolled has little

to do with meeting academic demands. It appears that other elements

are involved. Sedlacek and Brooks pr(To!;pe that these other elements

are the seven noncognitive dimensions.

As expected. thes,:= noncogn14-ive dimensions had a strong effect on

persistence, ofily for the black s'uilents. These results support those

found by Tracey and Sedlacek (1984, 1965, 1987) in past studies. Those

dimensions most related to persistence atter three semesters were

having a positive selt concept, a realistic self-appraisal (seeing

extra effort as necessary), preferring long range goals to more

short-term immediate needs, and having sow leadership experience.
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Those black students that stay enrolled are those that are generally

more mature and able to cope with a wider variety of issues than those

that do not. This makes sense in that there are many things that

require coping in one's undergraduate years. The better equipped black

students are to cope, the higher the likelihood that they will persist,

independent of traditional indicators of academic ability (i.e., SA1

scores).

This result is enlightening when one realizes that a similar

relationship was not found for white students. Ability to meet

academic demands (academic ability) was the best predictor of

persistence. The noncognitive dimensions had little effect on

persistence for white students. So why is it that we require our black

students to be more mature than our white studen-s? Perhaps this

result is indicative of the very different environment faced by white

2nd black students at predominately white institutions. Mechanisms may

exist such that academic success for white students is more closely

associated with traditional academic api!ity but black students need

more. As an example, if a white student were not doing well, he or she

may be able to go to a friend in the class or to the instructor to get

some extra help (or indeed the help may be offered without needing to

solicit it). A black student May not be as comfortable seeking out

other students or the instructor (for most all are white) for

assistance. It would take a more mature black student to overcome some

of these iixtra obstacles to seek help. We are requiring very different
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skills of our black and white students.

These results do point out that it may be beneficial to view black

students in predominately white schools as different than we view white

students. As Fleming (1984) has found, the academic success process is

very different for black and whlte stode:',7c5. Account needs to be taken

of noncognitive information = n se!P-i-n3 these s:udents. Perhapl with

btack students near ttre wcth respect to trilitonal academic

predictors (high school IRA and SAT scores) these noncognitive

dimensions could oe used do a better 3ob of selection. Also,

programs cok.jd be designed to hf!ic e'lharce these dimensions in students

that ar.e enrolled. perNps mn: );Tmrtait, is the need to examine

the hur-":r.:: that exist that for this difference in the academic

success pre)cf:sE, tewter 4r ter students 6b3t could be done

to rc!Fove thse
presf,) r)ffers a number of

suggea;oc's in his rei;,
,tcratlire on t.ack t-,;),:dints on white

campuses over a 2g year per:n(1,

The results of this study are 3,!it.-restino in imrlications but

there are several issues he r7,?lera of the

results. First, the ,f reHl't: on;-/ 3i ine institution.

More work is need: o. examiniiio there resuits are at other

institutiocH. Some steps have been taken in this renard. Another

problem with the validity of these renults is the potential bias due to

a restriction of ranae in the SAT scores. Since SAl '3,ore-, were ixt.ed

in select;on, the failure or academic abltIty to a:count for
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persistence may be attributable to the decreased variance in this

dimension. The noncognitive dimensions on the other hand were not used

in selection and thus there is greater variance and a higher

probability of accounting for differences in the samples. However, the

institution where this study was conducted is a state school which

typically accepts 90% of the in -state applicants. The amount of

restriction in range is fts r quite small.

The results of whir study are i,!se limited in their generalizability

by the validity of t Garficula,T jested. As in all path

analyses, several different mode:5 cal, account for data variation.

Other models may account for the date, as well or better than the one

tested. But part of the evaluation of the model Thould be based on the

plausibility (in empirical and theoretical terms) of the specific model

examined. The node Pu,; :=1 s [417 :lot be the only one but

it is supported by 035'; rc'ear:_h tht,)7y.

Another potential limitatinn of this study is the inclusion of

non-normally distributed variables in the model (i.e., the persistence

variables). We used hiserial correldituil to represent r,lationships

with these veiab:i2s but even so, u5ing variables in LUAU_

can rest-it In parameter However, the results of this

study .(1.1pporf those of past res3rch using these dimensions (Tracey &

Sediacek, 1994, 19db, 19W.

The results of the LISkEL arkilyses did indicate that more work is

needed on finding more accurate measures of the noncognitive

22
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dimensions. The NCQ does an adequate Job of assessing these dimensions

but more items are needed in each of the subscaes to yield more

reliable and valid measures.
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Table I

Correlation matrix of the xa5ured variables.

and Whites below)

Anncor41Ative VitriableF,

26

LBlacks above the 6aqonal

Variable 6PA ENR3 E5 128 J26 127 118 121 1100 122 JAC 124 125

6PA --- 2j 21 34 30 37 1.3 -14 19 -;9 07 -11 -07
ENR3 16--- 54 20 20 20 03 .17 26 -05 17 1,2 -10
ET5 20. 67 --- 10 JO 1,5 -0t -1'1 16 -10 12 0? -10
128

126

30 10

15 09
12 -.-

04 26

/1

__,
7/.

0is

0
ol,

-0(:?

-11

09

-05
-20

-26
-12

-1()

-03

01

-I0

-50
127 07 03 -01 24 40 --- -02 -08 -05 -27 -12 -03 -05
118 14 09 08 15 19 -02 --- -22 06 11 -05 22
121 -05 -01 00 -06 Ul 11 -16 --- -21 06 -02 -13 05
1101) 22 06 04 23 08 -06 12 -06 -01 06 08 -OA
122 -03 -04 00 -02 -05 -06 02 05 00 --- -13 06 05
129C 01 01 -03 -03 -03 -04 01 02 04 -01 ____ 02 -03
124 W 02 02 0/ -02 -15 14 -09 03 07 02 --- -38
125 -03 -02 -02 0? 05 1() -09 10 -05 03 -05 -30 ---
115 -03 -02 02 -05 -03 09 -12 07 -02 -02 -01 -10 10
114 -02 -03 00 0 o2 13 -09 09 -09 05 -03 -05 08
117 01 02 02 (lb 08 il -08 03 -0!3 0', -OA -02 Ob
119 -05 -02 -04 -lb .02 0 -11 14 -03 00 08 -02 10
17 10 14 06 04 06 -05 15 -O5 13 -'07 C6 03 -10
19 -06 -05 -02 -05 -01 01 -11 (12 .02 GO 00 -(32 08
SATV 36 11 12 )0 32 0? 22 -il 23 -0/ 07 1,17 -01
SAN 34 15 1/ 16 2). 04 7.3 -ii 20 -10 01 02 -08

Tab covrtinue,(1 on rtext
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Table 2

Measurement i,odel of the MCQ for tric, Bliic* Sample.

Item

126 My VS grades do not reflec 'ht I can do

126 if tutorirg is availbig riE) wfli

attend regular;y.

127 1 want 6 dvxm_e to rnvP P?6,1f

118 1 expegl to have hvrIefr tivc

121 1 am as sieiiled ackdemically i:05 the average

student,
1100 Ra',-ed difficutty of three accomHthments

la 1 c!xpec.t ) will encouni4,r 7a(i;rn in ollew.
129C lo.-ted comunity ,:ervi(A) ;1.4 outslde activiOe.s.

124 Nov fri(zpd9 ki e1 at 1 cv;:n't think I should
yo to ('01 1&4t.

J25 My (-wily i.;ikcqs vwteo w' tc go to 014,9e,

115 lt 3 run into prob!oi,6 cone.erni,39 (..,chooic I

haw; someone who u' I Yrori to hr:Ip

114 1 am sometims ioc-ked u o nttof.T/3.

117 in (pop ht,re ,:or.ifolJee:let a.ra

looked to af:, leader.

119 Once I start sollethin

17 Amount of edu<ation c:xpectNt.

19 Certainty of finislin,1
SAT Verbal

SAT Ouiantative

0I-te

COYiSkruct Lan5da

Positive

Of-Concept .7?
;i t'

c.c1f-Concvpt .92

.96kit
Self-Appra-kal -.41

Pealistic
Self-Appraisal
Ra)Istic

:.elf-Appraisl -.28
kacism .99
Comunity
Set vi ce .94

Support

Support .55

me. Support .28

Lintrhi p .69

Loadership 64

Loiv.1 Pam 6a0.1 .40
!ol Paricx! (-loafs-AO

Long Range cloals 32
W.,h(lCiliC Ability .77

Ar,A,,Itic Ability .d6

huts thi!t he ,,tanclardized.

f's



Table 3

lisinurentWi. ti,od(A of the VO f c.t

ItuP I. ollittli!

128 144y IS grades do Rot. rf'f

12.6 If i.vtoriiig i I el a'; r I f11! f i te-
ettetri regular I y. 1--k,OtIct."."A .

onq irqe d.s . 4b
c i 1 t y

12-7 c'oE,nicf: ,,c
kg-% f -t..ortc4E:pt .

1 CiQn 1 . 25
118 I eXpef:

37
1",?1 ski f t

5tAfecrt
1 !OD Racci f

.122 expf:ct I vi I (4ro:mti7? raf-. ct)t I am mi;
)cf.', Pate') y vir vi -in (.11;C:', .1(1.4,1 (.2-f f. i '1 f,o7tr-wo.'(,Y

)24 My ri (-fr:d1, nd r 't 1 j. co; I 6

ccti,

1?b Nry f ami I v t';-
; r;;P ; t.+ rfroMr:r,,, I

k';' C; t (' rfri II)

116. J .,-)t-e.'.t

117 5,11

f c.k (: (-; start ; t

) 1 AiPotitl'r. 01 .:.fzlot c;/'

19 Cf J-tai NI y of t sh to:!
SAT Verbz1
SA Quanta', i ve

at all loT 1.1f.pr; E

'55

Su'vpc,'t
t_c;3(ter`ill1i5 . 21

it del 't
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